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Preface

This report is cne in a series on the work and results of the 30 pilot
projects in the European Camumity Action Programm cn the Transition
of young pecple from education to adult and working 1ife.

The Programne is based on a Resolution of July 1982 by the Council and
the Ministers of Bducation meeting within the Council. The projects,
vhich are jointly financed by the Cammission of the Furcpean Commmni-
ties and national authorities, were set up in 1983 and will finish in
1987.

The main themes of the Programme, based on the Resolution, were:

e the development and use of work experience schemes in secondary
education;

the development of equal opportunities for girls and young wamen;
the improvement of guidance and counselling and the developent of
youth information services;

staff development programes;

the develcpment of new forms of assesswent and certification;

the integration of young migrants;

Yeducation for enterprise®;

schools and social action; the prevention of illiteracy, drop-out,
delingquency, drug abuse;

the development of alternmative curricula;

co-operation and partnership in a local or regional context.

Further information on the Programme and other reports on it published
on behalf of the Commission by IFAPIAN can be cbtained by writing to
the address shown on the cover.




Abcut this report

Work experience is being more and more widely used as a means to help
young pecple's personral, social and vocaticnal development. Many dif-
ferent kinds of schemes can be found. They are used for pupils of dif-
fering ages; in different stages, and types, of education; and with
different aims.

Most of the projects in the Transition Programme are inmvolved in de-
veloping or implementing such schemes. In doing so, they have had to
face a mmber of curriculum and organisation issues. This report deals
with five key ones:

1. How can we make work experience schemes more effective? It is
suggested that more attention needs to be paid to formulating clear
aims: to the key components of a successful scheme: to using work
experience in a phased or sequential approach: and assessing outcomes
and quality.

2. I2 work experience for all students or only for some? Generally,
werk @xperience is not offered to all students but only to those who

are on more "practical courses. The report reviews the arguments for
offering it to all.

3. How can work experience schemes be integrated into the rest of
the curricalum? Ways must be found to ensure that work experience com-

plements and reinforces the existing processes of learning and devel-
ocpment.

4, How can liaison between schools and the world of work be estab~

lished? Good contacts with the world outside the school are a precon-
dition for organising successful schemes. Transition pilot projects
have used three distinctive approaches: twinning schemes; local liai-
son camnittees; and regional co~ordinating agencies.
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5. ©What help should teachers be offered to jmprove their knowledge
of the world of work and to run successful work experience schemes?

New demands on teachers concern better knowledge of the world of work,
new attitudes and new skills. Part of the answer lies in offering them,
too, work experience outside the school.

The report is a synthesis of pilot projects' answers to these ques-
tions as demonstrated in their activities over the past 3 years. It
is offered as a contrilution to planning, policy development and im-
plementation, particularly at the regional/local level ard in schulls
and training institutés.




1. The uses of work experience

There is now wide acceptance that offering young people experience of
work can meka a powerful contribution to their learning and develop~

ment. But schemes of work experience vary considerably in their effec~
tiveness, and the purpose of this chapter is to lock at the different
usaes of work experience, and the key factors which, from the experi-

ence of the pilot projects, would seem to influence whether a scheme

is as effective as it can be.

Definitions

In this report, the following definition of work experience has been
used:

Box 1

Work experience is any plammed activity which forms part of
an educational process, which introduces young people into
a work envirorment in which they see and/or carry aut tasks
without taking on the full responsibility of a worker.

’

Work, of course, does not mean simpiy waged employment. Self-employ-
ment, working in a cocperative, and same forms of voluntary work, or
work in the commmity, are all, nowadays, just as cammon forms of
work" as employment in a large firm. In this report, however, most of
the examples are drawn from schemes which use placements in industry,
camerce, agriculture and social sexvices.

Work experience, in fact, is camonly understood to mean a placement
in a firm. However the projects, and other initiatives, do show that




there are ocher means (than placements) which can be used successfully
to give young people an introduction, of scme kind, to the world of
work. In Membar cowntries, all of the following can be found in use:

Possible elements of work experience schemes Box 2
in~school out-of-school
1. lecture/guest.speaker 7. work exploration centre,
2. school-industry conference off-site training workshop
3. role-playing game 8. use of industrial facilities
4. simlated business game 9. visit/quided tour
5. mini-enterprise 10. cbservation; work-shadowing;
6. industrial projects 11. placements in a work-situation
See Glossary annexed, on some of these terms.

All of these can be used independently, for different purposes - on
vhich see Aims and methods, in the following section. Their value can
be increased by using them together, for instance:

® in-schrol lectures/conferences and out-of-school visits/quides
are useful part of preparation or introduction to a work experience
placement;

© role-play/similation games/mini-unterprises may be important sub-
stitutes in (e.g.) rural areas where an industry/camerce/service sec—
tor is not available to provide placements. They may also have practi-
cal advantages such as being more easily structured, and offering more
scope for controlling the learning enviromment compared with placements
and other out-of-school situations.

Indeed, one of the conclusions in this report is that they should be
used together, in a sequential approach.
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Alms and methods

To prepare young pecple for working life the world of work is, itself,
a ready-made rescurce. It provides a special learning enviromment
vhich is conplementary to the school-world and which cannot be offered
in a classroom in that:

e in work, as campared with school, a stident is expected to be more
independert, and to take greater responsibility for his/her activities:

e relations with cther people, in the work-place, are more adult-
like;

° at least as seen thrcugh the eyes of a student, work has a higher
status than school;

® work is both an economic and social activity.

All work experience schemes uild, to a higher or lesser degree, on
these characteristics. Aims and methods, however, can vary consider-
ably.

The different types of aims inclule:

e  to develop vocational knowledge, skills and attitudes, and en-
bhance motivation. The best-known kind of work experience is that used
in a vocational training course, where practical work and the learning
of practical sgkills camplements and reinforces students' learning of
theoretical knowledge and skills. Industrial work experience place-
ments are tha most cammon; hut schools may also use projects worked
aut by firms, and similations. Guided tours and lectures by visitors
may also play a part, esnecially vhere raising students' motivation is
one of the aims. Similations have several advantages: they can be
clogely focussed on key learning objectives, ard reflect the key
aspects of reality (e.g. decision-taking under times pressure). At the
same time they can protect students froam tlie results of their mis-
takes, and can be re-staged to repeat selected learning experiences.




Pre-vocaticnal courses, aimed, more broadly, at glving students some
insightirrtothepmcwsofpmdmtimardakillsofagemrickixﬁ,
are a half-way house between this type of vocational work experience
and that used to give a general guidance-linked introduction 4o the
worlcd of work. Pre~vocaticnal courses tend to use similated work
situations, often outside the school.

® %o support vocational and educaticnal-quidance. It has become
more and more difficult for yaumng pecple to visualise what work, and
the work situation really mean. A lot of work has become invisible and
inaccessible. A major use of work experience is therefore to provide
an opportunity - in a particular vocational field or, better, in dif-
ferent professional contexts - to see, and feel, what work is like,
and what the work-place can be like. Visits and placements, are used;
and even simulation games, and guest speakers. can do this. The gener-
al pattern is to start with an introduction to the world of work in
general, and to move on to more specific information about a partica-
lar career.

° to erhance persanal and social develcpment, especially comminica-
tion skills. Work situations provide the natural soil in which to help
young people develop skills such as being able to cammmicate well,
cocperate with others, take initiative, show respect for others and to
integrate into, and participate in, a group. These qualities cannot he
acquired by any other means except indirectly, as part of same activi-
ty. Unlike wany traditional class-situations, the conditions of real,
or simulated, work provide students with the right kind of opportuni-
ties to develop then.

® ‘o provide part of social education. Opportunities to see people
at work, their conditions of work, and the social and econcmic values
reflected in different kinds of work-place, are valuable, quite separa-
tely from the guidance value of the experience. An apprecidtion of the
type of work carried cut in the social services, or the caring profes-
sions, is important for a student who intends to take his or her place
in industry or commerce, and vice versa. Visits and work-cbservation
or work-shadowing are most relevant here.

10




] tozutivateard'mintegratamgdmp-azts&msd:ml.mss
of self-confidence, nelf-esteem and motivation are often ti. results
of failure in schocl. Many projects and schemes, aimed at attracting
them back into the education/training process, use work experience in
one form or ancther. In same, they are given the oppartunity te work
in small groups, perhaps in a production cocperative, or in the com-
minity, and made responsible for plaming or carrying out activities,
the successfyl campletion 'of which will give thar entouragement and
confidence. The underlying aim is to provide them with an experience
which will show the relevance ard value of social or vocational
skills, and so restore their motivation to take part again in some
form of education and trainirg.

Offering work experience schemes to achieve these cbjectives can at
the same time contribate to fulfilling many of the byoader aims of
educaticn for adult life. It is therefore essential to use the full
spectrium of methcds, and cambinations of them, which are appropriate
in each particular context.

Making work experience schemes more effective

Zvidence from the pilot projects highlights four particular factors

which are important for making work experience schemes more effective:

defining clear cbjectives; matching the organisation clearly to these
cdojectives; using a phased, or sequential, apprvach; and assessing
quality and outcomes.

Clear definition of objectives,

The choice of dbjectives, fram among those described in the previous
gaction, deperds on the context (vocational training; general pre-
vocational course; quidance programme, etc.) and the age of the stu-
dents. Because of the current interest in using work experience more
widely, and to same extent the political pressure on schools to deve-
lop schemes, the nsed to define clearly what ocbjective is in view for
a particular scheme, should be stressed:

11




® clear objectives help to determine what activities a studer
should be involved in during a placemert, e.g. shouid the emphasis be
on breadth, to cbtain & general knowledge of the varicus aspects of
the activity, or on depth, concentrating on specific skills?

° clear objectives make it easier to set up a suitable monitoring
arrargement. If that is done, teachers, and even more so industrial

tutors, will be better able to detect those moments during the place-
ment in which the student nseds extra help, e.g. when it beccmes evi-
dent that same particular skill, whether persomal, or vocatiomul, is
lacking, or when a move is to be made from ane abjective to another,
e.g. fram a general interest field to a more narrow cne.

° clear cbjectives will make it ecasier to assess results, in terms
of irdividual learning or other benefits. Everybody involved will be
able to apply the same criteria, to assess what progress a student has
made.

All involved in a work experience scheme (teachers, tutors, students,
etc.) must therefore be aware of its particular aims, and of the
specific organisational arrangements needed.

Matching orcanisation to cbiectives.

There is no space in a report of this kind to go into detail of how to
get the best out of all the types of activity listed in Bux 2. In
general, experience points to the importance of three stages:

e 2 preparation phase;

° the activity (work-site, or cother);

e the follow-up.

For work placements, the most widespread and important form of work
experience, Box 3 analyses the key factors for success in each stage.

12




Students will gain more from a placement when they:

- have been prepared for it in a mmber of subjects so that
different aspects of the experience can ke seen;

- have been introduced to the idea of learning independently;

- have developed their persmnal and social skills so that they
are confident about talking to employees/superiors in the

placement
- have a basic knowledge of thie relevant theoretical subject
matter (in vocational training schemes).

e The worksite

Students should:

- work in the preserce of the industrial tutor, to enable the
tutor to assess the student's capacities, to monitor the
learning process and to act as a role model for the student;

- receive feedback about their activities to help direct their
learning;

- talk with several pecple working in the firm (important for
the guidance process and the development of social and com-
mmications skills);

- be allowed to see/do a variety of activities (if the aim is
quidance); or

- be allowed to concentrate on some specific skills or campe-
terncies (for vocational training).

e Follow-up

Students should take part in individual and/or small-group fol-
low-up activities; individualised follow-up activities are often
best, particularly if single and not group placement has been
used.

Using a phased, or sequential, approach

. A number of pilot projects have shown the benefits of using different
kinds of work experience, in small amounts, at intervals over several
years of a student's secondary-school life. There are two main reasons
why such an approach is se=n to be productive.
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The first is that, apart from the reinforcement of specific vocational
training, the aims attributed to work experience schemes are not ones
that are achieved quickly or solely as the result of work experience;
developing a better understanding of the the nature of work, or of the
workplace, is a complex prccess, which comes about gradually. Similar-
ly, in the example of the Irish project quoted in Box 4, the step-by-
step approach to developing "enterprise" amongst students, uses the
outcame of the preceding learning phase as the .tarting point for the
next cne. Work experience, or simulated work experience, is an element
in each.

Secondly, most students find it very confusing to step from the struc-
tured learning situation of the classroom into the unstructured situa-
tion of the work-place, where they are, for the most part, expected
to act as independent ad»lts. A gradual introduction to the world of
the work-place makes this ._ansfer from ane world to the other easier.
In doing so, it is likely to ernhance the value of the work experience
for learning. For whereas in a typical classroom situation the learn-
ing process is guided by the teacher, who tells the students what is
important, what they must learn, and checks afterwards how much they
have learnt, in the work situation the student may well not have any-
one in this role.

For this reason, group-visits to firms, or visiting lecturers, may be
helpful. For even though they lack the directness of impact which is
provided by a visit to the work-place itself, they have the advantage
that they can be structured so that all the students see/hear the same
thing. similations and mini-enterprises have similar advantages: in
theory, students have different experiences but the process can be con-
trolled, to provide clarifications, repetitions of difficult points,

etc. and prepare the ground more thoroughly for students' exposure to
the "real" work~-situation.

The advantage of a phased approach can help students to move gradually
in the direction of more independent learning. Studies have shown that




the pre-placement ability of the student to learn in a non-school
situation is one of the best predictors of the value of a work-place-
ment. The Italian project example in Box 4 illustrates an approach to
increase this capacity, in a scheme which leads up to a one-week
placement in its third year.

Sequent-jal work experience schemes Box_4

An Ttalian project experimented with a series of schemes in
training institutes.

In one school, banking was the central theme. In year 1, stu-
dents visited firms to find aut what use they made of banks!
services. A similation of these services was played in year 2.
In year 3 the students had a one-week placement in a bank.

In other schools, students took part in a series of similation
games in which relations between production, wholesale and re-
tail firms and banks were simulated. The camplexity of the re-
lations studied were increased each year. In this way students
were gradually intraduced to aspects of national and interna-

tional trading, in ways which called for independent learning.

An Irish project has developed a 3-unit "Enterprise Development"
course. The aim of the first module is to develop skills such as
brain storming techniques, creativity, self-assessment capaci-
ties, ard social skills by means of games, group discussions and
special exercises.

In the second unit students visit and study local firms of dif-
ferent kinds, to learn what small firms are like and to find
aut about their premises, persomnel, capital, equipment, mater-
ials, finance, and marketirg.

The principal activity in the third unit is to organise and
run, either individually or in a small group, a small-scale
enterprise, e.g. to write a tourist guide or to manufacture a

product, e.g. children's swings.
Sources: Galway (IRL 17); Val d'Elsa (I 20a).*

* for addresses of pilot projects mentioned see list at end of paper.
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Assessing students' learning cutcomes and the quality of schemes

Assessment is important because it cbliges the organisers of schemes

to define their aims, and it gives feedback to students on their pro-
gress, as well as making it possible, in theory at least, to take it

into account in certification.

However, assessment in work experience schemes is difficult, because:

e the aims of most work experience schemes, e.g. seeing the world of
work, helping young pecple think about their future career, or stimu-
lating their personal development, are difficult to express in opera-
tional terms;

® assessment procedures have not been developed, e.g. to assess
personal and social competencies;

® the choice of assessors is a further problem: should they be the
teachers, as they are responsible for the organisation of the schemes?
the industrial tutors, as they work directly with the students? the
students themselves, as it is "their" learning process? or a combina~
tion of these groups?

Assessing students' learning ocutcomes

In a previous section the various aims of work experience schemes were
set out. The Frer~h pilot project (F 9) was particularly concerned with
one of them: it set cut to analyse the contribution which work place~
ments, forming part of the vocational training course for students

from 'Lycées professionels' (vocational schools), could make to the
personal and social development of young people.

In order to do so, the project developed a profile, or written record
of the skills, achievements and experiences of a student. This invol-

16




ved, to start with, the translation of descriptions of general compe-
tencies into statements of cbservable behaviour: same examples are
given here:

Personzl and social development: competences Box

1. Has mastered the use of appropriate linquistic codes,

systems and registers, e.g. by adapting his/her speech
and attitude to the person addressed ard the context.

2. Ability to take part in a growp e.g. by
e listening to others
e relating to others, being accepted by them
e coving with different pecple, ard points of view.

3. Ability to take part in group activities and play a
positive role e.g.:
e canmmmnicating and passing on information
e organising a task and sharing out activities

@ negotiating a solution to a problem, and putting it
into effect.

- From a list of Campetencies used in the French (F 9)
pilot project, for use by industrial tutors during a
placement and by teachers on students® return to school.

The problem still remained of how consistently different assessors
judged students' performance against the levels indicated, and how
consistently users of the profile would interpret it.

One approach to overcame this was to use more than one assessor.
Assessments from teachers were balancsd by thoss from shudents and
saretimes industrial tutors. Having several assessments can be help-
ful. Research elsewhere shows that the opinicns of these three groups
often differ considerably. But it also suggests that when they discuss
their assessments, they will gradually come to a cammon view.

17




As regards certification, Irish and UK pilot projects, as part of the
national develcpment work in new assessment and certification proce-
dures, recorded students' participation in work experience, as in
residential experience and other forms of practical learning, in var-
icus ways. These included Personal Records of Achievement (UK) and
newly developed Certificates (Ireland).*

Assessing the ity of work ience schemes

An interesting result of the assessment work of the French (F 9) pro-
ject was that it stimulated discussion between staff about the rele-
vance of the curriculum. As a result of both visiting the students
while on placement and rerarks made by them afterwards, subject tea-
chers becane more aware of discrepancies between what students experi-
enced in firms and what was taught in the school. This stimilated dis-
cussion in school ard with tutors on how the curriculum and the place-
ments could be improved in order to enhance their educational value.

This points to the conclusion that the more work experience schemes
are integrated in the curriculum, the more it becames necessary to
assess their quality, in the sense of their contribution to the edu-
cational goals of the school generally. This will become increasingly
important as work experience schemes becane more widely used.

* Further discussion of this can be fand in:"Assessment and Certifi-
cation, issues arising in the pilot projects"; IFAPIAN, Brussels,
198s6.
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2. Is work experience suitable for all students?

National practice in providing opportunities for work experience to
studants as part of campulsory education varies greatly within the
Eurcpean Commmnity. The picture is mzde more complex by differences in
secondary education structure. It is relevant to ask whether the pilot
projects! experience suggests that such opportunity shoul<, or should
not, be offered to all students as part of their cammulsory schooling.

At present, Dermark cares closest to doing so. All Danish students
have at least one work placement period as part of their vocational

guidance programme in the last years of general compulsory education.
Each year about 120,000 students take part.

In Germany and Luxemburg, countries with a selective system of secon-
dary education, work placements are included in the quidance programme
for the academically less-able pupils. Some other countries, the
Netherlands, for instance, and Greece, &c not include work experience
in any part of the crriculum. The trend, however, in a mmber of
countries, in particular Germany, France, Ireland and the United
Kingdom, is to offer work experience opportunities to more pupils,
even though in most cases this means, so far, only the less-academi-
cally-inclined ones. The majority of students therefore, across Furope
as a whole, are not given the opportunity of work experience.

khat arquments are there in favour of, or against, a policy which
would make this possible, whether as part of a guidance programme, or
as part of general/pre~vocational education courses? Would it ke worth
reserving time from the curriculum to give even the most academic stu-
dents an opportunity to learn about the world of work which, in veri-
ous ways, they are preparing themselves for?

None of the pilot projects addressed themselves specifically to this
question, but the points which follow, drawn from the projects' ex-
perience, are relevant:

18




) all students need to have a general knowledge of the world of
work. In only the last few years, the rapidly changing structure of
industry, and comnerce, and the emergence of new types of business
organisations based on the new technologies, have made it extremely
difficult for anyone, let alone young peocple, to feel that they are
familiar with the nature of modern "work". Iarge mumbers of types of
jobs, let alone the jobs themselves, have disappeared, or are in the
process of disappearing. Work experience schemes themselves are not
likely to be able to remedy this difficulty; kut they can play a part,
in various ways, in bringing the question of the nature of work now,
and in the future, in front of young people.

[ work experience has a strong personal development value. Clearly
there needs to be even more attention paid to proper preparation, mon-
itoring, and follow-up, when the aims of a scheme are being widened to
accammodate a wider range of pupils. But the ability to learn in a
non-school situation - the quality which both helps young people to
benefit from a work experience placement, and which they develop in
the course of it - is not limited to any particular group or type of
pupil; such experience will benefit those who intend to contimue in
general education, and follow a university course, as much as anyone
else.

° the need to pay more attention to developing "enterprise" and
understanding of the economy, among all pupils, can be helped by work
experience. The various types of similated werk experience, particu-
larly oriented towards these cbjectives, have besn mentioned earlier.
It seems likely that, in a world in which a shortage of jobs is inevi-
table in the foreseeable future, the responsibility for creating jobs
will fall more on the better qualified and abler pupil. In that con-
text, interest in, and some knowledge of, the world of entrepreneurial
activity should be developed amongst students of all levels of secon-
dary education - whether by studying firms themselves directly, or
through simulation schemes such as an "Enterprise Development” course
(Box 4).

20
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° finally, many students do not camplete the courses they begin on
entering upper-secondary education or training. In some countries, as
many as 50% drop out at that stage. Those who do so from academic/

thecretical courses face considerable adjustment problems, and it can
only be helpful for them to have had some first-hand personal experi-
ence, however brief, of the world of work and vocational training, as
part of their compulsory schooling, which otherwise has probably been
strongly oriented towards thecretical, university-style, learning.

How these needs should be met is a matter for national and local con-
sideration. The idea of including scmething so practical, but so time
consuning, as work experience in the general education programme of
the more theoretically oriented pupil will in many cases attract
criticism. Outcomes from the pilot projects do not suggest that there
is any one standard policy answer which is generally applicable. But
the variety of forms of work experience discussed in this paper illus-
trate the scope for many different solutions.

In this camection, attention should be drawn to two current develop-
ments which are relevant and helpful. The first is the "Young Enter-
prise" movement* being actively developed especially for more able
pupils in the United Kingdom, covering many different kinds of educa-
tion for enterprise courses and activities. The other is the introduc-
tion of a new form of work experience known as "work shadowing®.

In work shadowing, the student follows the worker arourd, for the per-
iod of the placement, cbeerving the tasks in which s/he engages within
tha context of the job role. A student is helped, in this way, to get
at scme >f the "why" issues, and not just to see the "what" and "how'
aspects of the jcb. The focus is put cn understanding the role of a
workez, rather than just the processes or tasks. As a result, thouch

* See “BEducation for Enterprise"; an interinm report, IFAFLIAN,
Brussels, 1986.
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cboervatioa is a mzin pari: of the scheme, imteraction, in the sense of
talking to the worker being shadowed and others with whom the worker
is in contact, and participatiec, in the sense of helping with tasks,
will be expected of the studen’.

Work shzadowing Box 6

® Work shadowing can be used in careers guidance for more academic
students. Students have shadowed lawyers, doctors, industrial
managers, and even a junior minister.

® Work shadowing can be used to support gender equality. Follow-
ing a successful scheme in which six upper-secondary girls sha-
dowed six top women executives for a week, a shadowing scheme
was launched in the U.K. to publicise the concept and to provi-
de schools with the names of executives prepared to participate.
Providing youny women with positive role models can help them
to visualise themselves better in careers in management and

industry.

® Work shadowing is also used in the preparation phase of busi-
ness simulations or mini-enterprise schemes. Students can

learn, through shadowing, the roles they are going to play in
the simlations, ‘
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3. Integrating work experience into the curriculum

There are cbviously compelling arquments why work experience, as a
form of learning, should be integrated into the other learning experi-
ences provided by the sctiool; "integrated® in the sense that links are
built daliberately between what happens in the work experience situa-
tion and the activities which take place as part of "subjects" or
other courses in the school. A first step towards this aim would be to
compare and link the dhjectives of a work experience scheme with the
cbjectives in different subject areas.

The proceeses by which projects have moved in this direction are dif-
ficult to describe in genaral terms, because of the importance of the
context, and the precise mixture of aims, in each case. It is neces-
sary to rely more on quoting significant examples, and a mumber of
these appear at the end of this section. But some analysis may be
helpful, in oxder to understand their significance.

The full benefit is only gained from a placement, and other types of
work experience, when linke are deliberately built in, and the con-
nections made, between the student's experience in the world outside
the school and his/her learning in the classroom. In such cases the
"henefits" can apply in both ways in support of, the teaching of spe-
cific subjects and the quality of the work experience scheme itself.

In terms of subjects, links may be made between work experience and
any subject, ard it is a feature of scme schemes to try to ensure that
as many subject-teachers as pcascible are involved, in the preparation
phase at least ard preferably in the follow-up phase also.

Inteqration raises many practical questions. Apart from the need for
staff development opportunities, of the kind discussed in part 5 of
this paper, the pilot projects' experience indicates that the main
difficulties lie in the following:
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e  time-tabling: work experience does not fit essily into school
systems which do not allow schools a fair degree of control over their
carriculum, especially the timetable; the need to be able to rearrange
the timetable so as to meat special requirements of different kinds
may stand in the way of the integration of work experience imto parti-
cular subjects. A second-best solution, adcpted in scme projects (e.q.
Italy) has been for schools to organise work experience activities as
extra~curricular offerings, taking place in the afternoons after school
has finished, or (e.g. in the UK) includirg them in non-examination
subjects.

e curriculum content: the content of upper-secondary general/
scientific education courses may make it difficult to commect work

experience with the content of the course, which was not considered
when it was drawn up.

e  co-ordination: finding time to bring teachers together to plan
the use and exploitation of work experience is an important require-
ment. The value, as well as the difficulty, of doing this has been em~
phasised in a mmber of pilot projects. Similarly the difficulty of
releasing teachers, during term time, for work experience courses for
themselves, or to supervise their own students attending work experi-
ence placements, are recurring problems.

Examples of integration

Vocational training courses.
There is a considerable history of the use of work esperience in sup-

port of vocational trairing courses, for instance in Belgium, Dermark,
France, Italy and the Netherlands. The need for practical experience
to reinforce and strengthen motivation for thecretical learning is
clear encugh, even if not always easy to co-ordinate and practice. In
one of the French pilot projects (F 9), however, teachers in a mumber
of 'Iycées professiommels' (vocational schools) were invited to con-
sider, and try to increase, the personal and social educaticn benefits

24

»
..




-22 -

derived by their pupils from their work experience placements. The
project schools tried to make it possible for all the subject-teachers
of the stidents going on placements to vigit them, in their firms,
during the placement, so as to be able to relate their subject teach-
ing to their students' experience more directly afterwards. The pro~
ject confirmed that the teachers agreed that work experience was of
value in this respect for the pupils, and provided encouraging evi~
dence of the desirablity of associating more subiect-teachers with
the preparation for, and exploitation of, work experience in the
schools.

Integration in vocational training Box 7

In pilot projects in Modena (I 22a) and Val d'Elsa (I 20a) indus-
trial ataff visited schools to discuss the practical application
of thecretical principles. Students visited lakoratories, to work
with special equipment which the school itself did not possess,
after special preparation lessons in school about it.

Students also play simlation games, in which the relations bet-
weenmpmcmctim, wholesale amd retail finmg, and banks, are
8 ated.

In the Flanders project (B 2) vocational schools co~ordinated
their course work with the practical learning provided in fimms,
as part of 'alternance' technical vocational courses.

Quidance.

Tha integraticn of work experience into guidance courses can be dane
in a number of ways: as part of a separate subject (Arbeitslehrer,
Box 8; the Aalborg quidance course, Box 9); as part of ancther subject
(e.qg. contemporary studies, Box 10); and to support a range of sub-
jects across the curriculum (Rijrmond, Box 11).

One of the Danish projects (Azlboxrg, DK 3), illustrated how a phased,
sequential, scheme of work experience could be used in a guidance
course, camplemented by other, related activities such as the use of

guest-speakers, similation games, periocds in an off-site training
workshop and visits to firms and services in the local cammnity.




"Arbeitslehre' (understanding of the working world) Box 8

'Arbeitslehre' is provided in Germany in different ways:
e aims: |
- general introduction to working 1life;
- cargem inforpation, i.e. about vocational amd esucational
choices;
= introduction to hame econcmics, budgeting, rols of con-
sumer.

® content and organisation: it covers home econcmics, econo-
mics/social studies, technology/craft work and quidar—e/rareers
education as a separate subject, a cross-curricular activity, or
as part of existing subjects;

® duration: the last 3 years (classes 7-9), or the last 4
years (classes 7-10), of compulsory education.

® type of schools:
~ it is usually part of the Hauptschule and Gesamtschule
(camprehensive) curriculum;
~ smetines also in Realschule and Gymnasium, often as part
of econcmics or other subjects.

® sequentl” approach: in principle many work experieixe ele-
ments are included:
= lectures, role-playing games; mini-enterprises with empha~
sis on technology, less on selling; visits to firms;
placements.

® organisational structure of placements:
= usually 2 to 3 weeks,
- sometimes 1 day a week for a longer period in firms, offi-
ces, public sexvices, hospitals, etc.

Typical 'Arbeitslehre' Programe

Year 7 "Produce samething for yourself®
(age 12-13) role of consumer,
- econcmics and technological iss.aes of mechanisa-
tion of the home,
- designing, producing and marketing of products,
- household budgeting.

Year 8 "Produce for others"
(age 13-14) similation of a producticn process in school
workshop;
- study-units to firms;
- discussions with Trade Unions and employers;
- division of labour ard autcmatisation.

)

Year 9 "Production for the mass-market!
(age 14-15) - gtructure of an organisation, technical/econcmic/
social aspects:
- placement for guidance purposes: preparaticn over
6 weeks, a 2-3 week placement; follow-up over 2




Integration of work experience both into such a guidance course, and
into teaching in other subjects, is much helped in Dermark by the fact
that guidance is taught by the class-teacher in the Folkeskole (lower-
secordary school) and that the same teacher will almost certainly be
teaching both Danish and contemporary studies, and perhaps as much

as 60-70% of the total curriculum, for the same group of students.

The Aalborg quidance course (DK 3) Box 9

Wwork experience is included as part of the guidance course for
all pupils in their last 2 years of campulsory education.

A short (one-week) visit to a firm is included in their 8th year
(i.e. age 14/15) to give students a general idea about the world
of work. In the Sth year (age 15/16) students have a two week
placement in a career area of their choice, to help them to check
whether they are happy with their choice and also to gain experi-
ence of the nature of the work place. This is then discussed in
class. In the next year which is followed by most pupils except
those going on to university, ancther two-weeck placement is offer-
ed, mainly to confimm the vocational choice made, and to introduce
students to specific vocational training in their chosen field.

Work experience as part of "Contemporary studies! Box 1

Work experience is designed to contrilbute not only to guidance but
also to the subject "'contemporary studies" (both tauwght by the same
teacher) in schools in the project in Hvidovre, Demmark (DK 4).

Pupil material, in the form of short papers (Mini-Reports) have
been developed as part of the project, ror the use of both teach-
ers and students, dealing with particular types of placement,
e.g. shop worker, farm employee, etc.

The Mini-Report on being a shop worker contains discussion material
on the role of the consumer in modern society, as well as prepara-
tory information and advice about the placement. Similarly, the
material to prepare students for a placement on a farm suggests a
variety of questions which could be used in an interview with far-
mers in the neighbourhood, to extend knowledge of geography and
econcmics as part of contemporary studies.




Similar, though less wide-spread, arrangements exist in some Ttalian
schools, whereby firms offer “taster" work experience placements for a
short time during the summer m¥hths, and, during term time in the win-
ter months, longer, morenarm'wly focussed, placements, for students
on vecational training courses. The Biella project (I 22b) extended
and developed this system, enlarging the mmber of firms providing
such opportunities (in an area in which there is little or no formal
guidance provision as part of secondary education) and encouraging
closer co-cperation between firms and schools over the use of the
longer placements, ii. the winter months, for vocational training pur-

poses.

IncmmtriessmiuasﬁerhitedKirgdom,midudomthaveadeveloped
pattern of work experience as part of campulsory schooling, and where
the tradition of providing careers education in the curriculum is mich
weaker, the result of reviewing transition courses, and developing

them, may well be to strengthen guidance teaching and to begin to in-
troduce some elements of a work experience scheme, and placements also.

"Across the curriculum" Box 11

In the Rijmmond project (NI 25) schools, one subject, often social
studies, plays a central, organising role in using work experience
as part of a gquidance course. In the 8 weeks 'preparation phase

as many other subjects as possible are asked to take part: econo-
mics, to discuss the roles of firms; history, to discuss the his-
tory of trade unions; » to decide how to write wp or
report on the activities, etc.

The project is preparing a special handbock on how subjects have
keen involved in the programme.

Re-motivation

The particular use of work experience not so much to quide, as to
remotivate, young people, especially those who have dropped-out, or
who are likely to drop-out of, schocl, can be illustrated from the
Dublin project (IRL 16).




Remotivation: the Dublin "out-centre! Box 12

The Dublin project (IRL 16) set up a so-called "Out-centre" in a
local primary school. It consists of a "hame area" (kitchen/din-
ing/living area), a light craft/hckby/group-work room and a small
tutorial rocm. In it courses for unqualified young unemployed
school-leavers (age 15+) were organised. The muber of partici-
pants varied between 10 and 19. The courses lasted 30 weecks.

Usually a course had 3 phases:

o the develomment of self-confidence and commmity involvement
through activities such as creative drama, outdoor pursuits amd
craftwork;

e more awareness of the local envirormment and taking on more
responsibility;

e investigation of possible job openings and preparation for
further skills training.

In the last two phases students have work experience in, e.g.
local firms, a cammnity centre, meals-on-wheels service, etc.

Most of the (80) students benefited not only in terms of self-
confidence and enjoyment; they also developed new future-oriented
plans. After the course same found jobs, others were placed in
vocational training courses; a third group worked as volunteers
in commnity projects.

The same approach or philosophy, though in different circumstances and
on a considerably larger scale, has been followed in the "Production
Schools" set up in Dermark since 1976.

The key characteristics of both can be sumarised as:

° providing an off-gite, non-school, learning context;

) providing a warm, supportive, envirorment;

° providing a work-style setting, but one which could be interrup-
ted so as to follow learning needs, for individuals, or the group,
wherever necessary;

® a learning context, and teaching style, designed to build confi-
dence, provide personal and social education, and lead on to a regular
vocational training course.
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Remotiva : the "Production Schools" Box 13

Production Schools were set up to help young peocple who have left
school early, with few or no qualifications, and are unemployed.
The main aim is to remotivate and to help them enter (or re-
enter) vocational training and cbtain a qualification.

In 1986 there were 63 schools providing over 1800 places. Stu-
dents are hetween 16 (i.e. the end of campulsory education) and
25; about 70% are between 16 & 19. About 2/3rds of the partici-
pants are women.

Courses last up to a year. They consist, broadly, of 3 parts:

Production work

Involving students in production processes, chosen by them, and
making them responsible for the quality of the output is an es-
sential part of the Producticn School philosophy. Eroduction is
in agriculture, textiles, fish-farming, manufacture of solar pan-
els and wooden toys, household and catering services, etc. The
quality of the product is more inportant than quantity; all pro-
ducts are sold. Students work 50% of the time in in-school work-

shops.

The choice of product is made by students and teachers, in con-
sultation with employers organisations, trade unions and local
MSC representatives, in order to avoid unfair competition.

Training and education

Training is directly related to the production process, i.e. stu-
dents are trained in the use of materials, tools and machines.
When students feel that they lack basic knowledge, they are often
motivated to take part in elective subjects such as aritimetic,

acconting, Danish, etc.

Guidance

Students are informed about the labour market, social benefits,
and training ard education oppotunities individually, in group

sessions and through visits, etc. Students who have found a job
are allowed to leave the school.

Students receive a small allewance, but at a level well below un-
employment benefit. The Department of Education, which approves
the curriculum, pays 50% of the schools' costs, the local mmici-
pality the other half.
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4. Organising liaison between the school and the world of work

The introduction of work experience schemes puts new strains on the
organisation and management of schools, and throws up quite new prob-
lems for those that have not hitherto used contacts with their local
commmity for such purposes. In chapter two some of the curriculum
issues were examined; in this chapter the focus is on the organisation
implications inside the school, and the management of contacts with
firms and other placement~providers cutside it. The Transition pilct
projects have produced a great deal of evidence on both these aspects.

Internal organisation

Introducing a work experience scheme, whether small or large in scale,
will have an impact in three areas:

° resources; conpared with classrocm teaching, almost all work
experience schemes need samething extra such as equipment, space,
money, or an office, preferably with a telephone.

() suitable staff and staff time; teachers and/or cther staff will
be responsible for initiating and maintaining contact with firms and
other institutions ocutside. They need also to be #™le to prepare,
monitor and follow up the experiences of students in work placements.
Finding the necessary time, and keeping the organisational "tail" of a
scheme to a minimum, is a major consideration.

° timetable time; most work experience schemes do not fit into the
usual timetable structure based on one~hour lessons. Scme rearrange-
ment of the timetable to create e.g. four-hour time-slots is likely to
be needed.

crA
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Factors which are important in reaching solutions which work, appear
from the experience of the projects to be as follows:

) Status; like any other immovation in an institution, work experi-
ence will be easier to initiate, and run smoothly, if it is seen to
carry the authority and approval of the head of the school or institu-
tion.

® Administrative support from cutside the school, for instance on
preparing the proper arrangements for the insurance of teachers and

students, and the provision of resources, is essential. In same coun-
tries, the need for official permission to include a work experience
scheme in a student's course, will also be needed.

° E[heappoint:entofamemberofstaff,witlﬁntheschool,tocany
special responsibility for work experience schemes, has been shown to
be very valuable. Preferably it should be samebody of senior level who
has sufficient time to invest in the scheme, and the status to per-

suade others to take part in it. The role should be seen in terms of:

- establishing structures inside the school which are needed to run
the scheme;

- identifying the in-service training implications, and finding cut
how to meet them; and

- building up a network of contacts with firms, institutions, groups
and individuals in the cammmity.

Co-cperation and partnership with the ocutside world; three approaches

Developing work experience schemes, of whatever kind and purpose, is
one of the main ways in which schools in Transition pilct projects
have developed co-operative links with firms and organisations in




their iocal camumnity. In fact, for many of the project teams, this
is the main dimension in which schools and their local comemities
are working together. Whether a work experience scheme consists of
providing placements for students in.firms and service organisations,
or bringing the world of work into the school in same way, there is
a clear need to develop close working relationships, with cutside
organisations, of a contimuing character. For many schools this is
an entirely new activity. :

There are so many different ways in which this can be done that there
is not space here to describe them all. But three approaches in parti-
cular will be briefly described, because they seem to have wide appli-
cability, in meeting the needs of rather different situations.

1. Twimming schemes

Twinning agreements, whether formal or otherwise, are a conmon feature
in France following an initiative in 1984; and also in Dermark. In
France, a central-goverrment initiative to promote twinning resulted,
within the first year, in 8000 agreements, covering 60% of the 'Lycées
professionnels' (vocational schools), 50% of the 'Iycées techniques et
généraux' (technical education and general education), and 25% of the
‘colléges' (comprehensive lower-secondary schools).

Twinning schemes in France: aims Rox 14

Partners should collaborate in such a way as to:

@ increase their mutual knowledge, understanding and respect;

e promcte the participation of the firm & its technical staff,
in the educational programme of the school: and school staff
visits to the firm;

) halpstudentsandteacherstohaveawesstonnderneqlﬁp—
ment/processes;

® provide work experience places and courses in the firms; and
facilitate the development of practical work for pupils, to
reinforce/extend their theory work in school.
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Undertheseheadirgs,ummingagreaentscanclearlyleadtoavari-
ety of activities, ranging from student visits, staff from the firm
visiting the schools, work experience placements for both students
and teachers, and joint development projects. A small evaluation stidy
inmeamaslwwedthatwimmghadledtomminpmedcmtact,

and better mitual understanding. But among the problems still to be
solved, were:

° finding time for teachers and industrialists to meet;

®  co-cperation being upset by economic difficulties in firms; and

e uncertainty as to what kind of co-cperative activity would best
suit the needs of "academic" students (i.e. those in the 'Lycée géné-
ralt),

2. Iocal liaison comittees

‘Ihiskindofstmctumisfomdinpilotpmjectsbothinbemnarkam
Ireland. Its aims are not different in any important way from those of
a twinning agresment, i.e. they are broad, flexible and capable of ad-
Justment to meet the local situation. Iiaison camittees, or groups,
seem to work best where a group of schools, and a groups of firms
identify common interests and are conveniently situated geographically
to be able to work together. This may apply in rural areas or relati-
vely self-contained urban areas. The basic feature of the organisation
isthattheschoolsanifirmsconcenxedintheareaamrepresentedin
the liaison comittee, and devise whatever co-operation they wish (see
Box 15 for an example from Ireland).
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A local school-industry liaison comittee Rox 15

In 1981 a county-level School-Industry Liaison Group was estab-
lished to develop and support five local liaison groups. The
local groups were set up to establish systematic co-operation
between schools and commmnity in order to help young people to
move from school to working life and from teenage dependence to
adult maturity.

The local groups bring together mpresentatlves of industry, the
church, parents, students, and local agencies such as develop-

ment agencies, manpower services, and training institutes.
Activities provided include:

e factory visits for students and teachers;

® experts visiting schools to demonstrate the practical use
of certain subjects and to serve as advisers for mini-enter-
prises;

® practlcal work experience for students;

e exanining the pOSSlbillty of joint action in job creation,
and self-employment initiatives;

e raising furds for a camputer network;

e organising career guidance activities.

The liaison groups have led to effective co-operation, the avoid-
ance of misunderstanding and duplication and, most important,
better communication.

Source: Munster/Shannon project (IRL 18)

3. Regional co-ordinating agencies

Co-ordinating agencies, of a regional or local kind, are being tried
out in a mumber of pilot projects in different countries ranging from
the Netherlands to Germany, Belgium and Italy. They grow cut of the
need for a two-level organisation which can bring together represen-
tatives of schools, employers' organisations, trade unions and others,
in a management board; and execute, through a small office, various
linking schemes, such as work experience provision.

Some of these agencies have a rather wider role than the structures
described so far, in the sense that they may provide information, car-
Yy out co-ordinating functions, or even develop new schemes - all aim-
ed to pramote contact and co-operation between the different sectors.
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In the Netherlands, it is govermment policy to establish an agency in
each of the 12 provinces ('Contactcentrum Orderwijs Arbeid' - Centres
to pramcte School-Imdustry Links), and two of these have taken part as
pilot projects in the Transition Programme. Scme of the lessons learnt
by them are now being transfered to the other provincial centres in

the country.

Other examples of this kind of agency ococur in Italy (the 'Agenzia
Scuola Lavoro', school-work agency in Modena), and in Belgium ('Trans-
via', a newly-formed autoncmous body in St. chislain, comected to the
pilot project there). In France, the work of the major pilot project
(F 11) on the development of the CIOs ('Centres d'information et
d'orientation' - guidance centres) includes amongst its themes the
possibilityofthecentmsbeimusedinanizmexmdiaxymlebetmen
school and industry, to assist in ways similar to the Dutch centres;
and in Germany the Transition pilet project in Kassel is concerned
with co-ordinating the supply and use of work experience places, in
the context of the guidance programmes in the schools.

Regional co~ordinating agencies: typical activities Box 16

Information

e publication of a booklet to give firms up-to-date facts about
the local educational system;

® publication of a folder containing information about all the
courses available in the region, which include work experi-

ence;
@ distribution of information material to students about
post-campulsory training and education cpport ities.

Linking

® school-based mini-enterprises and local experts available and
willing to help them;

o fimms offering work experience places and schools needing them;

® schools and commmity-based projects offering work experience
possibilities.

Organisation

@ of work experience schemes for students during the summer
holidays;

e of work experience schemes for teachers.

Sources: Kassel (D 7); Zeeland (NL 24); Rijnmond (NL 25);
Modena (I 22a).
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One aspect of these agencies which has been of concern in the Program-
me, and of which there has so far been only modest positive experience
is the participation of trade union representatives in them. Clearly
it is highly desirable that local trade union representatives should
take part, and as actively as possible. But while employers, on behalf
of firms, can provide work experience opportunities, this is not the
case, except to a very limited extent, with trade unions. Moreover,
vhile the headquarters-offices of trade unions, at the national level,
have a planning and development capacity, this is often not the case
at the local or regional level, so that there is a shortage of staff
who are informed and concermed with the development of new approaches,
training procedures, etc. at the local level. This may be because,

to same extent, local-branch representatives are mainly concerned
with limiting the negative effects of changes at the local level,
particularly the potential loss of jobs.

Trade union support Box 17

The U.K. Trade Union Congress, concerned that school-industry
links tend to neglect the role and work of unions,

e has published guidelines on work experience for school pupils
(this is found in many other countries also);

e has produced "role play" materials for primary schools about
an industrial conflict sitmation:

e has published a booklet for teachers about trade unions to
help guide work in school, e.g. on mini-enterprises;

e encourages the twimning of scheols with local union branches.

Source: TUC information material

Finding more placements

Finding encugh work experience placements had become a problem in a
mmber of countries. On the one hand, there are more and more schemes,
not confined to students in vocational training, but for students in
general education and campulsory education also. On the other hand,
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the econamic recession has made it mich more difficuit to find places.
At the same time newly-introduced special measures for youth training,
scmetimes offering financial incentives to employers to accept train-

ees, has brought about quite fierce competition en the work experience
placement market, in some places.

In most pilet projects, finding work experience comortumities for stu-
dents is a job for the teachers. If places are scarce, this can be
difficult for them. Among the ways which projects have copad with
this problem are:

Student search

The students themselves lock for their own work experience places, an
apprcach which has been very successful in scme projects. It works
best when there are small firms available, in the locality, which are
easier for students to approach, sometimes with the help of their
parents. Same pilot projects have made the search process a recognised
part of the leaming experience, firding that it is a useful stimilus
to learning commmication skills and promoting self-confidence.

Local co-ordinating agencies

The agencies described in the previous sectiaon coviously have a role,
where they exist. In Modema, the school-work-agency, working jointly
with other services in the city, found 325 work placements for stu-
dents taking part in a summer holiday work experience scheme. The
Rijmmond project (NL 25) found more than 800 placements for a new gui-
dance curriculum. These and other projects have found that a 3-step
strategy works best:

® send the fimm introductory information;

®  telephone the firm and discuss the request;

[ visit the manager.

The Rijmond project even produced a 10-mimite video to introduce
their programme to the firm, and found it a very effective means of

encouraging them to co-operate.




On the whole, big firms find it easier to co-operate with a co-ordina-
ting agency, because they find that it saves them time and “hey do not
have to handle a lot of individual requests. On the other hand, where
firms are smaller, they may find it easier to have direct contacts
with the schools, in a more informal way. In areas with firms of dif-
ferent kinds and sizes, a mixture of both approaches may be quite work-
able, but with same supervisory, and overall co-ordinating role being
exercised by the agency in the area. The developmental and co-ordinat-
ing potential of agencies should not be under-estimated; if there is
a shortage of places, agencies may be able to play an important part
in persuading large firms to assist; they may also be able to help
schools to organise their use of placements in a more effective way,
even using the same placement in a firm more than once during a school

year.

Where can extra work éxperience » places be famd? Box 18

In firms with less than 100 employees in the technical and agri-
cultural sectors. That is ane of the answers which came out of
a 1984 suxvey of 1,964 fiwums in the Netherlands.

Same other results of this survey:

e only 20% of all Dutch firms take part in work experience
schemes: 82% of the big firms (100+ employees); 52% of the
medium-sized (21-100); 29% of the small (6-20) and 17% of the
very small (1-5) ones.

e in the last 4 years only 40% of small firms had been asked to
participate, but 85% of the bigger cnes.

e 40% of the firms who had not been asked said that they were
willing to participate; they were mainly in agriculture,
education and the small industry sector;

e big firms were being overwhelmed with requests for place-
ments. Dealing with them often cost 10-20% of the work-time
of a member of staff. These firms favoured a more centralised
procedure.




5. Suppart for teachers

Introducing and running a work experience scheme makes new demands on
the teachers concerned. What these will he depends on the context;
teachers in vocational schools, drawing on practical examples from
work experience to illustrate lessons cn theory, clearly need to be
informed about developments in the industry which their students are
visiting; but for other forms and uses of work experience in campul-
sory schooling, the kinds of knowledge, skills and attitudes which
teachers will need to develop in order o run a scheme successfully
will be quite varied. Some teachers may find themselves deali ng with
pecple and institutions ocutside the school with whom they have never
been in contact before; others may want to help students to reflect
on, and interpret, their esperiences in their placement, and find it
difficult to do so without having some more personal kncwledge of the
world of work themselves; others may be called on to interact with
their students in a more adult relationship than before, and need
help in adjusting to this.

Work experience - new demands on teachers Box 19

Attitudes

e greater awareness of current developments in the economic
world;

® greater awareness of the potential contribution of work
experience as part of the curriculum.

Knowledae

e about the social and ecancmic world autside the school;

@ about new types of work, jobs, processes and develcpments in
the organisational structure of the world of work:

e about how to organise and run schemes such as mini-enter—
prises, in schools.

Skills

e negotiating and public relations skills, to deal with fimms,
ete; .

e teaching skills e.g. for helping students doing project work
and in individualised learning and for creating new learning
situations.
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Tha pllot projects have taken theze demands seriously, and developed a
range of different kinds of experience and training to help teachers
meet them. Box 19 sumarises the three main areas of need, relating to
new attitudes, knowledge and new skills, which training or staff de-
velopment was designed to help.

The kinds of professional skills called for in teachers to handle work
experience successfully overlap, naturally, with the skills needed to
handle the other kinds of change taking place in pilot project schools
in the Programme, such as towards more practical learning, more acti-
vity-based courses, and so on. But same training activities have been
specifically related to work experience.

The commonest reponse, which can be seen in pilot projects in Belgium,
Germany, Greece, Italy, the Netherlands, and the United Kingdom, is to
provide some work experience for teachers themselves. Such schemes
have varied enormously in length, from a few days (in most countries)
to as long as 6 months (for a few selected teachers, e.g. in the
United Kingdom).

The Zeeland project (NL 24) is a good illustration of a short work ex-
perience scheme for teachers. It organises 3-day visits for teachers
of guidance and practical subjects to companies and other institutions,
and between 1983 and 1985 nearly 600 teachers took part (out of a total
of 850 such teachers in the Province). Over 90% found the experience
instructive, and 75% said that they learned something about recent de-
velopments in industry as well as about their own sukjects. They found
that they could use the information they had learned in their own
teaching, and nearly half said that they often used examples frcm work
experience.

In Italy, the Modena project (I 22a) also crganised 2-day stays in
firms for teachers. But more widespread in Italy is the practice of
organising short seminars, lasting 2 or 3 days, at which representa-
tives from firms, economists from universities, and representatives of
other bodies such as the local Chambers of Cammerce, discuss recent
developments in, and the prospects for, local industries in the re-
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gim,arxljcbquorumities,inralatimtoﬂmecamyoftheareain
whi&ﬁnteadmammrhm.&xdmseminarshavebemafeamreof
all the Italian projects, and similar arrangements have been made in
Greece, as part of the special S-month training courses for teachers
of guidance, to intensify their knowledge of, and contact with, firms
and institutions in"ths-area of their own schools (though quidance in
Gr&ekschoolsdoesmtm\mallyhxcludeanymrxe.n perience element).

In France, many teachers mthe““otmbjec‘" a=wining ways to im-
prove the effectiveness of work experience (F 9) were abie to visit
their students during their placement, and this was helpful.

Among the problems which projects have faced, arranging this kind of
training activity are:

° timing; in the Netherlands scheme, teachers attend the courses
during school~time. The placements are generally organissd just before
the summer holidays, when some examination classes are already out of
school so that the organisation problem is less.

° assessing effectiveness; as the Netherlands scheme suggests, the
results of teachers visiting firms appear to be positive. However,
scme take the view that it is more important' for teachers to be better
informed about the choice and availability of forms of further educa-
tion ard training, relevant to the future career choices of their pu-
pils, than to concern themselves too closely with the world of work.
Both views are reflected in the projects.

° industrial tutors; the staff responsible in the firm for supervi-
sing the student attending it on a placement should, if possible, be
associated with the courses for teachers. In practice it has been very
difficult to achieve this, since fimms find it hard to spare time,
particularly to release their staff for training activities of this
kind. But the role of the industrial tutor, in supervising the stident,
is of great importance, and deserves more attention.




6. Conclusions

A great diversity of ways of using work experience have been reviewed

here. They reflect the varying history of ’ts use, in different coun-

tries, and the different forms of the orgas tion of secondary educa-
tion in Commnity countries.

It is not likely that any single pattern of the use of work experience
will predaminate in the future, or that ay one particular form of its
use wiil ke faund to be more effective or preferable to others. Wider
use of work experience, nonetheiess, ss=is likely to contimue to be
the trend, with more and more pupils being offersd che or more work
experience placements during their time in compulsory education.

!
i
The pilot projects have made it clear, however, that, while work

experience schemes deserve a place as part of campulsory scheoling,
they must be supported by effective policies at the national and local
level. The following summarise what these policies should cover:

1. Policies, quidance etc. must be prepared by the appropriate
authorities, which:

e state the cbjectives of the use of work experience clearly and in
operational terms;

e encourage teachers to exploit the potential of students' work ex-
perience in as many subjects in the curriculum as possible;

@ encourage a phased, or sequential, approach to the use of work
experience as part of guidance or careers education teaching,

e encourage the development of schemes of work experience which
draw not only cn placements kut also the other elements of work ex-
perience schemes which have been identified in this paper;

e recomise the importance of proper preparation and Zollow-up of
students' learning activities which take place outside the school.
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2. Schools should provide all students with programmes of prepara-
tion for adult and working life which include work experience.

The experience of the pilot projects suggests the desirability of
offering work experience to all pupils, not just those who are taking
vocational, or prectical, courses. It also indicates clearly the need
to encourage exploration of the possibilities of work 9J(perier)cé in-
clmimg work-shadowing, as a way of extending vocational choice by
girls into non-traditional career areas, to help to de-stereotype
careers corventionally regarded as "male" and "femaleM.

3. The necessary conditions should be created to support schools'
use of work experience schemes.

The pilot projests reflected the importance of:

e outward-locking attitudes on the part of head-teachers, teachers
and other staff, and the need for appropriate staff development sup—
port for them;

e giving schools the freedom needed to use the resources in their
area.

4. Suitable co-ordinating or liaison structures must be set up.

The more widespread work experience schemes become, the more necessary
are such structures. A variety of types have been reviewed. The
schools' use of work experience can gain much from their support, par-
ticularly with regard to the important task of increasing the mmber
of placements available.
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Glossary

1. School-industry conferences. Usually for young people in their
last years of campulsory education. Programmes often include briefing
talks, group-work, discussions on problems drewn from industry, and
case-studies and problem-solving, with the overali aim of explaining
the importance and challenges of industry.

2. Role-playing games. Students play roles of managers, workers or
trade unionists and in doing so have to solve a problem. Aims can
include raising students' awareness of the variety and types of
challenge ard opportunities presented in the world of industry; and
developing their discussion and reporting skills.

Exaniple: a Danish Transiticn pilot project (DK 3) has produced a
bookiet in which 24 role-games are described (aims, target group,
dquraticn, ete.) and their contributions to guidance are discussed.

3. Simulated business games: 7re more camplex forms of role-play
games.,

Example: In an 'Istituto Comerciale' (school of cammerce), in an
Italian pilot project (I 20a), a group of teachers developed 3 busi-~
ness games for vocational training: "Six firms", to similate business
transactions: "International trade" on buying and selling products
abroad: and "A firm and its markets" a more camplex game on new
production technologies and negotiations with trade unions.

4. Mini-enterprises: usually involve a mumber of students running a

small, temporary, business, in which they plan, design, make and sell
a product or service. The aims can vary, between education for enter-
prise, i.e. to enable young pecple to set up their own business later;
education about enterprise, i.e. to gain insight into marketing, fin-
ancing, business organisation, etc.; and education in enterprise, i.e.
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to develop initiative, decision-making skills, etc. (see also "Educa-
tion for Enterprise; an interim report", Brussels, IFAPLAN, 1986).

Exanples: many pilot projects have run mini-enterpirises, including
B1l, IRL 18, I 20a, I 21b, UK 26, UK 28.

5. Industrial projects. School-industry collaborations of various
kinds. Most camon between firms and technical and vocational training
institutes but, increasingly, with other types of school also (U.K.).
Students are given an opportunity to apply their theoretical knowlege
to produce a product to specifications, and to learn to work under
time pressure.

Example: in the Modena pilot project (I 22a) a group of students from
a vocaticnal training institute carried out a quality-control assign-
ment, ccmmsmmed by a local public service. In ancther (cammerce)
scheol a student youth cooperative carried out a survey of local
firms' future use of mini-computers, for the Chamber of Comarce.

€. Work expioration centrs, off-site training workshoo. Iocated off
the school premises and providing equijment, space ard staff not
availiable in school these centres can serve various parposes:

e as a base for a mini-enterprise (Irish pilct projects IRL 16 & 18);

® to provide "taster" nlacements (Danish 'Vaerkestedskola' (workshop
schools), as in the Aalborg pilot pmjeci: DK 3);

® to provide job-related training facilities (Gexmany, generally).
Suchce:rtmmayalsobearesponsetoashortage of placements in

firms; and to the need to share practical facilities and staff between
several schools.




7. Use of industrial facilities. Sharing equipment/facilities in a
firm, or provided, temporarily or permanently, to the school.

Examples: schools in Belgium (B 1) and Ireland (IRL 17) have received
micro~coamuters from firms and modems to 1link them with a firm's main-
frame computer.

8. Work cbservation, work shadowing. Studying an occupation by fol- |
lowing a particular employee through his/her working-day. Regarded as i‘
useful to inform students abiout jobs which are less characterised by
the nature of the tasks done (e.g. meetings, writing reports, making
telephone calls) than by the role of the individual, e.g. in managing
a fim, preparing a court appearance, visiting a patient, etec.
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ANNEX B

List of contacts for Transition pilot projects referred to in the

text

B1l

B2

DK 3

D7

Fo9o

Fl

J. Robert, 25 rue Centrale, B -~ 7050 Maurage-la Iouviére.
Tel* 32 -~ 64 ~ 66 26 14

Mme A. Machiels, Centre P.M.S., Inikersteerseqg 56,
B - 3500 Hasselt. Tel® 32 - 11 - 22 17 38

H. Bruun, Udskoling- et EF Projekt, Hasserisvej 174,
DX - 9000 Aaliorg. Tel® 45 - 8 - 11 22 11 ext. 4170.

P. Lindholm, Skole- og Fritidsforvaltningen, Hvidovrevej 59a,
IK - 2650 Rvidovre. Tel® 45 - 1 - 78 12 11 Ext. 1207 and l1208.

V. Hopf, Regionales Verlundsystem Kassel, Hauffstrasse 5,
D - 3501 Fuldatal 1. Tel*® 49 - 561 - 81 81 58.

P, Chauvet, Direction des Lycdes (DIC4), Ministére de
1'Bducation Nationale, 107 rue de Grenelle, F - 75007 Paris.
Tel® 33 = 1 - 4550 11 1s6.

Mre C. Marlier, Ministére de 1'Bducation nationale, (DICS6)
107 rue de Grenelle, F - 75007 Paris,
Tel°® 33 - 1 - 4550 10 08

IRL 16 T. Crocks, COVEC Curriculum Development Unit, 28 Westland

Row, Trinity College, IRL - Dublin 2. Tel® 353 - 1 - 60 24 33.

IRL 17 Ms. M. C'Riordan, Curriculum Develogment Centre, V.E.C., Island

House, Cathedral Square, IRL - Galway. Tel® 353 - 91 - 671 94.
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IRL 18 J. Gleeson, Curriculum Develcpment Centre, St. Patrick's
Camprehensive School, IRL - Shannon, Co. Clare.
Tel® 353 - 61 - 61 878.

I 20a G. Italiano, Provveditorato agli studi di Firenze, c/o Iiceo
Scientifico, "I1 Pontormo", Via XX Settembre, 31,
I - Empoli (FI). Tel® 35 - 571 - 7 26 73

I 2la A. Maccari, Liceo Scientifico, Via Kennedy 12, I - 31015
Conegliiano (TV). Tel® 39 - 438 - 35 944.

I 21b L. Ianmuzzi, Provveditorato agli Studi di Avellino,
Via de Renzi, I - 8310C Avellino. Tel® 39 - 825 - 25 040.

I 22a E. Ferrari, Provveditorato agli Studi di Modena,
Via Rainuso 100, I - 41100 Modena. Tel® 39 - 59 - 335 335,

22b N. Panaro, Ufficio Scelastico Regionale del Piemonte,
Corso Matteotti, 32a, I ~ 10121 Torino. Tel® 39 - 11 - 531784

H

NL 24 Ms. Hinke de Graaf, COA Zeelard, Postbus 2034,
NL - 4460 MA Goes. Tel® 31 - 1100 - 305 48,

NL 25 P, Schings, OOA Rijndelta, Postbus 21813,
NL - 4460 AV Rotterdam. Tel® 31 - 10 - 33 17 44.

UK 26 J. Eaton, TRAWL Project, NICED Information Office,
Strarmillis College, Strammillis Road, G.B. - Belfast BT9 5DY,
N. Ireland. Tel® 44 - 232 - 682414,

UK 28 Ms. E. Lennie, Glemwood Secondlary School, 147 Castlemi k Drive,
GB - Glasgow G45 9UG, Scotland. Tel® 44 - 41 - 634 9367.
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